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INTRODUCTION -
: i *‘gﬁ% iy
Developed by two of the lead authors of the Common Core Stat%égﬁndarq%f%nd f?fﬁffé'éj&ed through

conversations with teachers, researchers and others, these cn&@f&é are deﬂﬁﬂg;ﬁb guide publishers and

. . SR iRl . .
curriculum developers as they work to strengthen exisiin Pprogtaihs and enstire alignment of materials

with the Standards. The standards are the prodqgé;ﬁggﬁgsi%;ﬁf"f fed é%:'g@coordinated by the National

el

Governors Association Center for Best Practice@gé%ﬁd the Couﬁ%ik,;@f Cﬁ%@;&tate School Officers and were
developed in collaboration with states, teachers &ipol adminigiiators, and content experts.
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The criteria articulated below concerfigate on the mosky Agif'g;"%i: elements of the Common Core State
Standards for literacy in kindergarten W‘?ggh 2nd gradé"%%@ﬁﬁy out their implications for aligning
materials with the standards. They are in"éét;ge@,gd to guide teachers, curriculum developers and publishers
to be purposeful and strategic in boghy hat%ﬁ%&qlude and what to exclude in instructional materials. By
underscoring what matters most fgtricise: pda};&%’gg;he criteria illustrate what shifts must take place in
the next generation of curricula,iﬁfa’iclu_g‘ifﬁi%%%ging g(uay elements that distract or are at odds with the
Common Core State Sta”qﬁﬁgﬁ' and giﬁfininég?ﬁ%nponents to be consistent with research-based practices.
These guidelines are nog‘gs?‘e&a@%%;g di‘eii% ,g}é_éf?xssroom practice but rather to help ensure that teachers
receive and rgly on effgitive toi‘ﬁ%ﬁémt the heart of these criteria is the belief that reading — in this case,
learning to rest, goca%@zzﬂ, develdtinent and the knowledge gained in these early years — is central to
all othe&ﬁﬁédenﬁ%ﬁ%{gmiﬁ%ﬁ%_

in tHeidarly grages, tﬁii%«;‘[ﬁgtudés thorough attention to the foundations of reading. While the goal for
readerSialiEes is to besble to understand and learn from what they read and to express such
knowtedé@ﬁ@’ aarly through speaking and writing about text, primary grade instruction in the foundations
is essential t%%%;&gure that reading problems are prevented and that most students will read well enough
to benefit from grade level instruction. While these criteria begin with the foundationat skills, they are
not an end in and of themselves; rather, they are necessary and important components of an effective,
comprehensive reading program designed to develop proficient readers with the capacity to

comprehend texts across a range of types and disciplines.

in kindergarten—grade 2, the most notable shifts in the standards when compared to state standards
include explicit preparation to read informational text and an explicit requirement that students’
reading material be substantive and linked in meaningful ways to content area learning. They also
include a more in-depth approach to vocabulary development and a requirement that students
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encounter sufficiently complex text through fistening even while they are learning how to read and
write. The standards provide a coherent approach to reading comprehension in the early years built on
anchor standards that extend into three through twelfth grade learning. Finally, the standards cultivate
a wide range of writing including narrative expression of experiences real and imagined as well as
sharing information and opinions.

DOCUMENT ORGANIZATION

This document has three parts: The first articulates criteria that should guide the teaching of reading
foundations, the second details the criteria that should guide the selection of textsufm read alouds and
for students who already can read, and the third outlines criteria for the degﬁbpm S hsgh quality,
fully integrated materials that provide linear, cumulative skill progressions &“‘iﬁi praci?céé%th text—
dependent guestions and tasks, leading to fluent, independent reading for m

L Key Criteria for Reading Foundations
. Key Criteria for Text Selections
it Key Criteria for Questions and Tasks
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Key Criteria for Reading Foundations

The Common Core State Standards offer specific guidance on reading foundations that should be
incorporated into curriculum materials so that students will be well on their way to decoding
automatically and reading with fluency by the time they finish 2nd grade. While progress in fluency
with more complex text should continue through third grade and beyond, and gains in
understanding of language structure should continue through the elementary grades, the first three
years of instruction {K-2) are the most critical for preventing students from falling behind and
preventing reading failure. The standards articulate a well-developed set of skills and habits that
taken collectively lay the foundation for students to achieve competence in reading comprehension.
{See pp. 14-16 of the Common Core State Standards for more detail.) P
i SR

Materials aligned with the Common Core State Standards need to pﬁiﬁnde sgﬁ%@ptnai cumulative,
instruction and practice opportunities for the full range of foundatlomgmﬁiis ﬁ?%p[emqms should
be gradually interwoven, from simple to complex, so that students co‘, Sk unders’fﬁa@«%ﬂd use the
system of correspondences that characterize written English. The cohde sy’ L 2ms on which reading
and writing depend include letters, the speech sounds of spok@@ "'gﬁgﬁage (pﬁrﬁmemes the
correspondences between phonemes and graphemes (phomqé;? d i *@epresentat:on of
meaningful word parts (morphemes). Automatic and acgiifate wosg.zi rec&%ﬁxﬂon is the expecied
outcome of this instruction. By learning to decipher wggséﬁorms st@@g;mggwnl be able to access word
meanings in print, and make the shift to md%@%@g{gn%t cﬁﬁé@ readmg bf‘complex text.

H

SEROeRTION BT 'EM ?~
1. Materials allow for flexibility in mq%ﬁhg the neeﬁ'gpf a Wﬁe range of students. Students come
to school unevenly prepared. While %ﬁ;@ rimary pt}|§' Dse of a beginning reading instruction
program is to ensure that all students ié}xﬁ how to fgg?ad some students will move ahead quickly
and should be able to mq’ﬁ%@ on once they' i%aegag dc—; dnstrated mastery of the basic content.
Additionally, adjustments ﬂg@gid be made to* “ _’ rams now in use to refine content and
methodology that will likely ‘%@ﬁgh" more of those students who otherwise would fall behind
and require remedial wgﬂ;‘,, Det&iﬁ%@bout what explicitly should be taught is outlined in the
Foundational Readin ;ﬁarf%ﬁgs anelﬂﬁ?wther explicated in Appendix A of the standards,
including but not Im"i,’ed g@iﬁés@gpl|C|t teaching of the speech sounds of English orthography,
instruction in t}:;g nature:'" the;ﬁﬁ@ech sound system {what is a vowel; what is a consonant; how
_isa consonagw&%iﬁg:ent fﬁ@@a@%owel ), and instruction in letter formation as well as letter

ng;mmg amfﬁiaiphabe?‘-%! """"""

R}ES

ﬁ"ﬁ%ﬁ' Mater‘:%@%g;gnc!ud&@ffectme ‘instruction for all aspects of foundational reading {including

dt%ﬂbutetf@gctme} Materials that are aligned to the standards should provide explicit and
A@cﬁematlc instruction and diagnostic support in concepts of print, phonological awareness,

i l@omcs vocabulary development, syntax, and fluency. These foundational skills are necessary
aﬁgﬁsgnentra! components of an effective, comprehensive reading program designed to develop
proﬁtient readers with the capacity to comprehend texts across a range of types and disciplines.

Materials should provide ample opportunities for students to understand and fully learn the
spelling/sound patterns necessary — though not sufficient — to become successful readers. This
goal is accomplished when students can transfer knowledge of these patterns to words not
previously seen or studied. Because students differ widely in how much exposure and practice
they need to master foundational skills, materials also need to incorporate high-guality activities
for those students who are able to reach facility with less practice. Those students who need
less practice can enjoy activities such as extension assignments and especially more
independent reading.
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Fluency is a particular focus of instructional materials. Fluency in the early grades is a function
of automaticity in basic skills in speech sound, letter, word, and phrase recognition, as well as
knowledge of the meanings of the words that are being read. Materials should include routines
and guidance that will remind teachers to monitor the consolidation of skills as students are
learning them. Consolidation is usually accomplished through systematic and cumulative
instruction, sufficient practice to achieve accuracy, and a variety of specific fluency-building
techniques supported by research. These include monitored partner reading; choral reading;
repeated readings with text, and short, timed practice that is slightly challenging to the reader;
and involving the student in monitoring progress toward a specific fluency goal.

Teacher support for fluency instruction should explicitly recognize that readmg rates vary with
the type of text being read and the purpose for reading. For exam Chﬁ@agaisehensmn of texts
that are of greater informational density or complexity generali qu:r@s @[ﬂawer reading.
Therefore, if fluency is being monitored to identify those student® neeécﬁazi%are werk in this
area, passages that have been standardized through research shos;gi used t&ﬁaﬁgs students’
fluency. :

‘122:-
‘xﬂ?éﬁh

%5

in their vocabulary knowledge. The entire currlcuigﬁp:
and systematacaliy or it will expand and agg]gfate

houid a‘a@i% h|s vocabulary gap early
gzatenais Buld provide opportunities

vGiign for students with weaker

vocabularies than their peers. ]
4 xsu; W
Instruction in science, social studies, anﬁ*ﬁatge ar{s wiﬁ%e a major vehicle for enhancing students’
vocabulary because mosghew word Iearr‘ﬁ{%g;gakagagﬁace in the context of having to understand
and express ideas about sﬁ%ﬁag} matter. Stu&é&%ﬁ’ghou!d receive frequent instruction in word
meanings and practice with a'ﬁﬁﬁg@ty of vocabulary-building activities. For example, they should
learn to examine the coptext of'ﬁﬁmthe words are being used in the text, consider multiple
meanings of commo@@ﬁ%ﬁ;&xamlﬁ@ghades of meaning of words that overlap semantically,
and choose words c@i‘efui!ﬁm@é@ress ideas. As they learn to read meaningful word parts, such
as verb markers and conﬁ%ratnﬁjﬁ’i&ndmgs the relationship between word form and word
meaning sh@ﬁ 4@3@1@ be aﬁig&m bd. For English language learners, explicitly highlighting and
”tes ofﬁﬁenwords wrth other languages can be very useful. Materials should use
G hpuns, anither forms of word play to enhance instruction and develop a sense of

ﬂ:ﬁig;« exmt’@@@nt abiéiﬁ,;g; words.

555.,}

Sor;gkg: stu'ﬂi@ﬂ%s mcludlng some English [anguage learners, will also need support in mastering

i ﬁﬁﬁ’mean:ng tﬁ high- frequency words that are essentlai to reading grade-level text

the ﬁﬁgh -frequency words reqmred materials should make it possible for students to learn the
words’ meanings on their own, providing such things as student-friendly definitions for high-
frequency words whose meanings cannot be inferred from the context.

Materials offer assessment opportunities that measure progress in the foundations of reading.
Activities used for assessment should clearly denote what standards are being emphasized, and
materials should offer frequent and easily implemented assessments, including systems for
record keeping and follow-up. These should include a framework and tools for standardized by
research in relation to established predictive benchmarks when fluency is being measured.
Vocabulary development as well should be assessed using the most reliable and valid methods
currently available.
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. Key Criteria for Text Selections

The CCSS strongly point to the necessity for teaching students how to read with texts that are
written to facilitate accurate, independent, confident reading, and the consolidation of basic reading
skill in 2™ and 3™ grade. Students who can read are much more likely to read.

The Common Core State Standards point strongly toward the integration of text reading skills with
language comprehension instruction, even for those students who lag behind in achieving reading
facility. That said, students should be guided into thoughtful reading of even the simplest texts used
with beginning readers. To that end, all texts should contain some meaningful information or
narrative content with which to develop students” comprehension. The crﬁg@ﬁﬁcommended
below emphasize the need to provide o/ students with consistent dEﬂgort r}a?;’ex ;o confront and
comprehend grade-level text. 4 i “sh i

In addition to students learning to read texts at the K-2 level of complexﬁ%?: %gle standards encourage
students to encounter more.complex texts to build knowledge Qxﬁ@% readl%% ds. Students early
knowledge in areas like history and science should not be |IF‘!’H,1§'U to géi*. they &&n read on their
own. Because students at these grades can listen to muchspgore cqgﬁblex%tena! than they can
read themselves, read-aloud selections should be prov}gqﬁéﬁo the %@chﬁ]&% in curriculum materials.
These should be at levels of complexity weigligbg%ﬁnge whaﬁﬁgﬁgﬁmjents cdié¥éad on their own.

ok i,

1. Texts for each grade align with thagféqliremen : @Jtﬁ%@ﬁ“ﬁp the standards, The Common Core
State Standards hinge on students égia&@untermg aggi%opnate texts at each grade level to develop
the mature language skills and the con%@:ual know%édge they need for success in school and
life. Beginning in grade ngﬁeadmg Standaﬁ&*&o ouﬂ%ﬁes the band level of text complexity at
which students need to d@&%ﬁé@nstrate compréﬁ‘ﬁﬁiﬁ%n {Appendix A in the Common Core State
Standards gives further |nforﬁ§&t1on on how text complexity can be measured and offers
guidance to teachers anq, currict N developers on selecting the texts their students read.)'

u, m‘xfg
Far too ofien, stude;ﬁfs whg%:me faiﬁm behind are given oniy less complex texts rather than the
instruction they need in gﬁ% fou?xaaisatlonal skills in reading as well as vocabulary and other
supports thqgg;‘é“ @34 appropﬂate level of complexity. Complex text, whether
accessed thf%ugh ri&ﬁwuduaﬁ%admg or as a group reading activity, is a rich repository to which
a‘i“s‘ readersﬁgggd accegsgﬂompiex text contains more sophisticated academic vocabulary, lends
o ttself»zgﬁga.moréﬁ@mp!ex tasks, and is able to support rich dialogue.

‘§

ins uctroﬁjﬁr sio’éuér readers is most effective when it addresses all of the critical reading
gﬁgfﬁponentsg@an integrated and coordinated manner. Students who need additional
iiaSsistance, however, must not miss out on essential instruction their classmates are receiving to

“Fsg!p them think deeply about texts, participate in thoughtful discussions, and gain world and
wdi%tﬁﬂmowiedge

2. Text selections are worth reading and re-reading. The standards maintain that high-quality text
selections should be consistently offered to students because they will encourage students and
teachers to dig more deeply into thelr meanings than they would with lower guality material.
Texts selected for inclusion should be well written and, as appropriate, richly illustrated. This
principle applies equally to texts intended for reading aloud and texts for students to read by

! A working group has developed ¢lear, common standards for measuring text complexity that are consistent across different curricula and
publishers, These measures blend quantitative and qualitative factors and are being widely shared and made available to publishers and
currieuium developers. The measurement of some narrative fiction as well as poetry and drama for the time being likely will have to depend
largely on gqualitative judgments that are based on the principles faid out in Appendix A and have been further developed and refined. These
criteria recognize the critical role that teachers play in text selection.
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themselves. (For samples of appropriate quality of selection, see Appendix B of the Common
Core State Standards.)

3. Literacy programs shift the balance of texts and instructional time to include equal measures
of literary and informational text. The standards call for elementary curriculum materials to be
recalibrated to reflect a mix of 50 percent literary and 50 percent informational text, including
reading in ELA, science, social studies, and the arts. Achieving the appropriate balance between
literary and informational text in the next generation of materials requires a significant shift in
early literacy materials and instructional time so that scientific and historical text are given the
same time and weight as literary text. (See p. 31 of the standards for details on how literature
and informational texts are defined.) In the last few years, mformateon@g texgzs that are rich and
accessible to even first and second grades are available althougl@“gﬁ"any ’féiﬁgi!’é’ such texts are
needed. Because students at these grades can listen to much m%ﬁ%ﬁcq@%@%@atenat than they
can read themselves, read-aloud selections should be provided fcﬁ*’ii‘iﬁ teac hew;gﬂa@%&
curriculum materials. These should be at levels of complexity weif%"ﬁﬁigﬁg what stiénts can read
on their own. Science and social studies in particular shouldﬁm&aughtﬁ%&:ch a way that
students have access to the concepts and vocabulary thro@?ﬂ re”‘éiﬁ@]ouds wond what they can

read on their own. 5

4
To develop reading comprehension and Vocabuiar&ﬁﬁ: all read%iaﬁ Jgé% selected informational
texts need to build a coherent body ofﬁ% %and across grades. (The sample series

of texts regarding “The Human Bod "*‘}ﬁi‘t’mdeﬁ% Sfﬁf‘;he Common Core State Standards
offers an example of selecting textﬁ%@ build knom?ﬁi@ﬂ;ge ccﬁ%rentiy within and across grades.
They include both grade level texts ai’fﬁt&ead aloud mgas that illustrate the quality and
complexity of student rqumg in the staﬁ‘sg%fds )

KE&G F

4. Additional materials aim f&@g’ease the reguyiw’ mdependent reading of texts that appeal to
students’ interests while devéfal:mg both their knowledge base and joy in reading. These
materials should ensurgsthat all sﬁi‘*ﬁgnts have daily opportunities to read texts of their choice
on their own during 2 aiﬁﬁ ol Eiﬁ.e of {gﬁﬁﬁ%chooi day. Students need access to a wide range of
materials on a varieﬁ? of { ;mcé @;g genres both in their classrooms and in their school libraries
to ensure that,&hgy havee&ppo I Hities to independently read broadly and widely to build their
knowledge j 57%@1(:2 fsﬁgj’gaéf‘m reading. Materials will need to include texts at students’ own

; t‘exts with complexity levels that will challenge and motivate students.
Text%shoul:ﬁﬁi@o vary |ﬁ§4ength and density, requiring students to slow down or read more

3 quuckfgﬂ‘%iepena%on their purpose for reading. In alignment with the standards and to

the' ?Eﬁnge of students’ interests, these materials should include informational texts

f ": ture,

n. Key‘iég'fﬁg;;ena for Questions and Tasks

qiEE:
Materials offered in support of reading comprehension should assist teachers and students in

staying focused on the primary goal of instruction in these early years: develeping proficient and
fluent readers able to learn independently from a wide variety of rich texts. The aim is for students
to understand that thinking and reading occur simultaneously. Curricula should focus classroom
time on practicing reading, writing, speaking, and listening with high-quality text and text-
dependent questions and omit that which would otherwise distract from achieving those goals.

1. Questions and tasks cultivate students” abilities to ask and answer questions based on the
text, Materials that accompany texts should ask students to think about what they have read or
heard and then ask them to draw evidence from the text in support of their ideas about the
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reading. The standards strongly focus on students gathering evidence and knowledge from what
they read and therefore require that a majority of questions and tasks that children ask and
respond to be text-dependent-—questions that are based on the text under consideration. {This
is equally true for read-alouds students listen to as for material students read for themselves.)

Student background knowledge and experiences can illuminate the reading but should not
replace attention to the text itself. Questions and tasks should require thinking about the text
carefully and finding evidence in the text itself to support the response. Discussion tasks,
activities, questions, and writings following readings should draw on a full range of insights and
knowledge contained in the text in terms of both content and language. Instructional support
materials should focus on posing questions and writing tasks that help %udgats become
interested in the text and cultivate student mastery of the spec!ﬁ?gﬂﬂe’ca?ﬁ” ¥d ideas of the text.
& m - icy H
Materials provide opportunities for students to build J’ma:w\nfeo‘g'ta‘1= o, xﬁﬁgh cfaﬁﬁixgqg:;ng of
specific texts (including read alouds). Materials should design op%i’%gﬁgtaes for t&fetul reading
of selected passages or texts and create a series of quest;ongﬁ‘mm demGi‘m[ate how close
attention to those readings allows students to gather evsdg@ﬁe a‘i’{zﬁ_%q id R‘i%ﬁwledge This
approach can and should encourage the comparison and synth@éﬁ% e u!tep]e sources, Once
each source is read or listened to and understood caf@fully, atfe ntlogﬁgﬁould be given to
integrating what students have just read with wha%ﬁy;ehy have F‘égﬂﬁwnd learned previously: How

:

e 2

uuuuuuuu

does what they have just read compargg‘g@ﬁgﬁ “g;hey"‘?i@ye learned hefare? Drawing upon

relevant prior knowledge, how doeg,@’e text e;ﬁﬂ% or &%S’aﬁenge that knowledge?
&

i
Scaffolds and stimulant questions endh mf! studerﬂs to experience rather than avoid the
complexity of the text. Many students vﬁ%@:@eed qépﬁéfui instruction - including effective
scaffolding — to enable tﬁ’%ﬁz}to read at the‘%ﬁg@i%qwred by the Common Core State
Standards. However, the scaﬁi@z} ing should no' preempt or replace the text by translating its
contents for students or teiimg \.‘vﬁ,@@iﬁents what they are going to learn in advance of reading or
listening to the text; ;@#’E%@:@he scaﬁ%gmg should not become an alternate, simpler source of
information that dmﬁnashgé,. amgwee& $or students to read or listen to the text itself carefully.
Students’ initial exposur@@b a tefshould often engage them directly with the fext so they can
practice lnd%ﬁfmﬁiam reaﬁmﬁudents should be asked 1o glean the information they need
from mu! % readfigs of a’“f%xt each with a specific purpose. In particular, alighed curricuium
ﬁi%‘uid exp ;;Iy direCtiBiudents to re-read challenging portions of the text and teachers to

] retuﬁ[ﬁa@p thet E;ortlonspm read alouds. Follow-up support should guide readers in the use of

- appropﬂﬂ%ﬁg stra‘fﬁ%:es and habits when encountering places in the text where they might
strglggle, tigluding scaffolding the application of decoding strategies, and pointing students back
x;Eg:u ggg"gfhe text with teacher support when they are confused or run into vocahulary or other

Whé?f%necessary, extra textual scaffolding prior to and during the first read should focus on
words and concepts that are essential to a basic understanding and that students are not likely
to know or be able to determine from context. Supports should be designed to serve a wide
range of readers, including those English language learners and other students who are
especially challenged by the complex text before them. Texts and the discussion questions
should be selected and ordered so that they bootstrap onto each other and promote deep
thinking and substantive engagement with the text. Care should also be taken that introducing
broad themes and questions in advance of reading does not prompt overly general
conversations rather than focusing reading on the specifics, drawing evidence from the text, and
gleaning meaning from it. In short, activities related to the text should be such that the text
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itself is the focus of the instruction and children are able to appreciate and get a sense of the
selection as a whole,

4. Reading strategies support comprehension of specific texts and the focus on building
knowledge. Close reading and gathering knowledge from specific texts should be at the heart of
classroom activities and not be consigned to the margins when completing assignments.
Reading strategies should work in service of reading comprehension and assist students in
building knowledge from texts. To be effective, however, strategies should be introduced and
exercised when they help clarify a specific part of a text and are dictated by specific features of a
text and especially to assist with understanding more challenging sections. They should not be
disconnected fror the text nor seen as ends in themselves. Over time,, and tjgrough supportive
discussion, interaction, and reflection, students need to build an Was 4 ,
knowledge, dispositions, and experience that enables them to éﬁikroachs%%chauengmg texts
with confidence and stamina. il

M

5. Reuding passages are by design centrally located within matenals. ﬁ%ﬁ Jeadmg passages in
either the teachers’ guides or the students’ editions of cumﬁﬁ?%@ater?ﬁl%shou!d be easily
found and put at the center of the layout so that teacher%whoﬁ%‘m the Bést position—can
select the specific texts. The text should be the ciearf«ggipus of ﬁdenéﬁﬁ}ad teacher attention.
Surrounding ‘materials should be thoughtfully cons&dé&‘ed and %ﬁiﬁtlﬂé,ﬁ as essential hefore being
included. That is, the text should be centg@g, @lld su?%ﬁ&.!;ndlng matefials should be included only

ok

when necessary, so as not to distractfi

6. Materials offer assessment opportt?ngg’%ﬂes that gensﬁmely measure progress. Aligned materials
should guide teachers to provide scaff%%ﬁggg and sugi%bort to students but also gradually remove
those supports by mc!ud;e‘i%tasks that redm?‘astudﬁﬁts o demonstrate their independent
capaciy to read and write ’?%gvery domain a%%ig%ppropnate level of complexity and
sophistication. Activities used assessment should clearly denote what standards are being
emphasized, and mategajshshou“’fiiﬁﬁgﬁer frequent and easily implemented assessments, including
systems for record keéﬁirﬁg‘a’m foffiﬁa?isup

&
7. Writing opportumt:es for‘iﬁudeﬁ%%are prominent and vaned The standards call for writing both
as a means gf'f;agzgmumcm%a@gﬁ _“ nking and answering questions and as a means of self-

' ex3pressar%%§ gﬁ?gci exp‘fﬁfisatlo AT riting assignments should be varied and ask students to draw on
thesir exp i ;gce on tﬁgﬂ; imagination, and most frequently on the texts they encounter through
readmgor re%ﬁlouds As a means to such expressions, the standards require students in the

,,35 early grgaqs to fw their letters, phonetic conventions, sentence structures, spelling and the
) Ilkemé\cqu these basic skills and tools along with regular opportunities {0 express themselves
,mgrf?enable sﬁlﬁents to engage in a full range of writing, including writing narratives (both real

. d imagined), writing to inform, and writing opinions.

CONCLUSIBHN: TRANSPARENT RESEARCH AND PRACTICE BASE

Curriculum offered as an excellent match for the Common Core State Standards should produce
evidence of its usability and efficacy with a full range of students, including English language
learners. In all materials, principles of reading acquisition are explained, instructions to teachers
and students are clear and concise, and the relationship between tasks and the expected
learning outcome is clear and placed in close proximity to the task directions.

Curriculum materials must also have a clear and documented research base. Programs that
already have a research base should build on that base by continuing to monitor their efficacy
with the whole range of Common Core standards.
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